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Abstract
The history of half-day and full-day kindergarten schedules was
reviewed.

Theoretical support for the two most common schedules

was investigated, as was research of their effects on student
development.

The present study examined educators' attitudes

toward full-day kindergarten schedules.

The results indicated

that educator attitudes were positive toward the full-day
kindergarten program; some modifications were suggested.
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Educator Attitudes Toward
Half-day and Full-day Kindergarten
Historically, the kindergarten day has only been a half-day
long.

Opponents of the full-day program would argue that this was

because kindergarten students are too young to be going to school
for a full day and that they do not possess the attention span
required for a full-day program (Rothenberg, 1984).

The true

reason that the kindergarten day has only been a half day long has
nothing to do with the age of the child or his/her attention span.
It had to do with social and community needs (Bickers, 1989).
Friedrich Froebel opened the first kindergarten in
Blankenburg, Germany in 1837.

His curriculum was designed so that

children could learn self-direction and social cooperation in a
child society.

Froebel's ideas about early childhood education

immigrated to the United States as German settlers arrived
(Bickers, 1989).
Margarethe Schurz, a German immigrant and a disciple of
Froebel, established the first kindergarten in the United States
in Watertown, Wisconsin in 1855.

Her kindergarten was private,

limited to the children of her relatives.

While on a trip to

Boston, Schurz met Elizabeth Peabody who was interested in social
reform.

Peabody went to Germany to study the Froebelian

kindergarten and upon her return to the United States, Peabody
wrote, toured, and lectured extensively on behalf of the
kindergarten movement (Bickers, 1989).
It was during this time that the kindergarten movement began
to gain momentum.

Missions, churches, and philanthropic
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organizations opened kindergartens with hope that by educating
these young children, the social problems resulting from the
enormous increases in foreign populations would diminish (Hill,
1992).
These kindergartens were located in the slums of the city
and taught by women who were prepared in normal schools supported
by philanthropists.

Funds were so low for these kindergartens

that the kindergarten teacher spent her mornings teaching and her
afternoons performing social-welfare duties.

She would help

unemployed parents find employment and locate professionals that
would do medical and dentistry work for free (Hill, 1992).
Financial problems continued to worsen for the philanthropic
boards, however, and they turned to public education for help.
Public schools allowed the kindergartens to use vacant rooms while
salaries and expenses were still being defrayed by the
philanthropic institutions.

It was not long before the

philanthropic boards had persuaded the board of education to
accept full financial responsibility (Hill, 1992).
Once in the public school system kindergarten teachers were
expected to work a full day, as did all the other primary
teachers.

They were to teach a morning and an afternoon session

so twice as many children could be accommodated and because
kindergarten programs were too costly to only operate half of the
day.

The kindergarten teachers' welfare duties were thus

eliminated as they were now teaching all day (Bickers, 1989).
During the 1930's, the time of the Great Depression, many
cities eliminated kindergarten due to the declining enrollments
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and the costs in operating a kindergarten program.

This pattern

changed dramatically in the 1950's and 1960's as kindergarten
enrollments increased due to the post World War II baby boom.
Fifty pupils per classroom were common and thus it was very
necessary to have two half-day sessions (Bickers, 1989).
From 1900 until the 1950's, the function of kindergarten was
to ease the adjustment to school (Adams, 1988).

Following the

launching of Sputnik in 1957, the education of American students
dramatically changed and educators began to suggest that
five-year-old students were capable of starting formal academic
instruction.

over the last two decades a shift in kindergarten

programs oriented more toward academics has been witnessed
(Bickers, 1989).

Indeed, in a 1985 study by the Educational

Research Service (as reported in Bickers, 1989), 63% of responding
teachers and principals reported that the primary focus of their
kindergarten was academic readiness and preparation for later
schooling.

With this shift in curriculum has come a shift from

half-day to full-day kindergarten schedules and debates about the
merits of each.
David Elkind (1981) discussed the issue of imposing academic
rigors at an earlier and earlier age.

He noted that school

administrators were under pressure to produce "better products",
children who could learn more and better at each successive grade
level.

If a child did not progress at a given level, he/she was

labeled learning disabled, minimally brain damaged, or
hyperactive.

Individual differences, differences in mental
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ability, and differences in learning rates were ignored in this
type of learning environment.
Elkind suggested slowing down the intense academia and
responsibilities imposed by the schools and in many home
environments asserting that children are pushed into formal
instruction too early.
to achieve.

With formal instruction comes the pressure

Elkind noted that adults are measuring children's

worth by test scores.

In this type of learning environment, in

which the schools are under pressure to obtain certain test
scores, the needs and interests of the students are not addressed.
Students are aware of the pressure to achieve certain scores
and thus, certain grades.

Learning is not the goal in this type

of environment, getting a certain score or grade is.

An enriched,

stimulating environment in which learning occurs spontaneously,
through curiosity and interaction is more beneficial for the
child.

It is in this atmosphere that the child will truly learn.
Elkind's position is largely based on Piaget's theory of

cognitive development.

Piaget did not believe that it was

possible to push children through stages of cognitive development
more quickly; the child must progress through the stages by
discovering the method for him/herself by his/her own activity
(Hughes & Noppe, 1985).

To move the individual to higher levels

of thought, Piaget discussed the concept of equilibrium (Pulaski,
1980).

Equilibrium represents a constancy between the individual

and the environment.

The mind is always seeking equilibrium, for

answers that satisfy, which prompts the mind to higher levels of
thought.

Once the mind is in equilibrium, four factors stimulate
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an individual to achieve higher levels of thought; maturation,
experience, social transmission, and the equilibration process.
Maturation refers to the physiological growth of the
individual.

A child is not capable of thinking like an adult

because he/she has not yet developed the logical structures, the
organizations of thought, and the methods of reasoning that would
enable him to deal with adult problems.

Experience, the second

stimulating factor, is obtained by the child interacting with
his/her environment.

The child receives physical knowledge

through acting on and observing objects and logical-mathematical
knowledge as he/she constructs logical relationships between or
among them.

The third factor, social transmission, refers to

information gained from other children or transmitted by parents,
teachers, or books in the process of education.

The final factor,

the equilibration process, coordinates and regulates the other
three factors bringing about progressive states of equilibrium.
Thus, as the child receives conflicting information while
interacting with the environment or through socially transmitted
information, he/she attempts to reconcile this conflict by seeking
answers.

Thereby he/she reaches a state of equilibrium

appropriate for his/her current stage of development (Pulaski,
1980).

The appropriate cognitive stage for this age group may vary
from child to child.

It is possible for some kindergarten

students to be at the preoperational stage (ages 2-6), others at
the concrete operations stage (ages 6-12), and a third group to be
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shifting back and forth between the preoperational and concrete
operational stages.
The preoperational stage is characterized by the emergence
of representational ability, the ability to represent experiences
mentally and the ability to let one thing stand for another (i.e.,
a word for an object or person).

This stage is also characterized

by transductive reasoning, an illogical form of reasoning.

For

example, a child might reason that since dogs have four legs and
horses have four legs, dogs are horses.

Other characteristics of

this stage include animimism, the belief that all things are
alive, and centration, in which the child centers on the most
noticeable features of the environment and ignores other important
details (Hughes & Noppe, 1985).
In the concrete operations stage the child now has a
logical system with which to organize representational acts but is
limited to the use of logic to reasoning about concrete situations
or events (Hughes

&

Noppe, 1985).

It is during this stage that

the child develops the concepts of classes (classification and
seriation), relations (ordering and seriation), and quantity
(conservation of number, liquid, length, mass, weight, area, and
volume).
The concrete operations stage is a progressive stage that
covers about 10 years of the child's life.

The abilities acquired

during this stage occur over the entire stage.

Thus, as schools

push higher level curriculum into the lower grades, the students
may not possess the intellectual capabilities to master such
material.

According to Piaget, even kindergarten students who
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operate at the concrete operations stage will fail if higher order
concrete operations are required (i.e. conservation of volume,
area, weight, and mass) as these tasks are acquired later in the
concrete operations stage (Elkind, 1981).
Thus, the various intellectual stages of students in a given
kindergarten classroom complicate the issue of increasing academic
rigors at the kindergarten level.

It also brings into question

the benefits of a full-day program for certain students.

While

some students operating at the concrete operations stage may do
well with increased academic rigors and in a full-day situation,
other students, especially those at the preoperational stage, may
fail under these circumstances.
Several studies have been conducted comparing the academic
achievement of half-day and full-day students.

Pigge (1979) found

that boys and girls in the half-day program performed
significantly better than full-day students on the total score of
the Metropolitan Readiness Test (MRT).

Limitations of this study

include; (a) no pretesting, (b) unknown population size and
selection techniques, and (c) comparing kindergarten children from
different schools and school districts.

Thus, it is not known if

the differences found were due to differences in teachers,
curriculum, parental SES level, or other related variables.
Other researchers have found no significant differences in
academic achievement between full-day and half-day kindergarten
students.

Full-day subjects (n = 99) from a middle-class suburban

school district were compared with previous half-day kindergarten
classes (n = 98) in the same middle-class suburban school district
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(Gullo & Clements, 1984).

Academic achievement was assessed using

the Metropolitan Readiness Test administered by classroom teachers
at the end of the school year.

In addition, classroom social

behavior was assessed using the Hahnemann Elementary Behavior
Rating Scale (HESB) while attendance was assessed using a 1-test
to compare the number of half-days missed.

One full day missed

for the all day students was equal to two half-days missed for the
half-day students.
No significant differences were found between the half-day
and full-day groups on achievement or attendance.

Only two of the

15 scales of the HESB, individual learning and originality, were

significant.

Full-day students were rated higher by teachers than

half-day students in these areas.

It is important to note that

children from both groups spent equal amounts of time in class.
Attending kindergarten for half-days every day was equal to
attending full-days every other day ..
Ulrey, Alexander; Bender, and Gillis (1982) obtained similar
results when comparing academic achievement and behavior across
two school systems.

The experimental group (n = 74) attended a

full-day, every other day program and the matched control group (n

= 66) attended the half-day program.

The authors did not specify

variables on which the students were matched.

There were no

significant differences between groups on measures of achievement,
as measured by the California Achievement Test, or behavior, as
measured by the Conner's Hyperactivity Rating Scale - parent
questionnaire.

Again, children from both groups spent equal

amounts of time in class.
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Additional research suggested that full-day kindergarten
students performed significantly better than half-day students on
academic tests.

However, once again these studies were weakened

by flawed designs and did not sufficiently control for important
threats to internal validity.

For example, Gornowich, Walker,

&

Landry (1974) collected data on 787 kindergarten children over a
four-year period.

For the first three years, students attended a

half-day kindergarten program.

During the fourth year, students

attended a full-day, alternate-day program (n = 192).
Performance of the full-day group was compared to the
previous three half-day kindergarten groups' Metropolitan
Readiness Test.

Significant differences favoring the full-day

alternate day group were found on five subtests and the total
score.

In addition, parent and teacher responses to the program

were favorable.

Once again, the half-day groups spent as much

time in the classroom as the full-day group.

Also, the authors

did not mention if the students were matched on variables such as
SES, academic ability, geographical location, or preschool
experience.

Additionally, the authors did not mention if the

teachers were the same for all four kindergarten classes.

Thus,

if the teachers were the same for all four years, performance
increases for the full-day students could be attributed to the
increased experience of teachers; or if the teachers were
different performance increases could have been due to different
teaching styles, interactions, or curriculum.
Some researchers have found differences in the
academic achievement of full-day kindergarten students to be
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significant in later years.

Humphrey (1983) compared academic

grades and standardized test scores of children in the third and
fourth grades who had attended full-day kindergarten with children
in the same district that attended half-day kindergarten.
Full-day students in both the third and fourth grades received
significantly higher marks on their report cards.

Fourth grade

students that attended full-day kindergarten performed
significantly better than fourth grade students that had attended
half-day kindergarten in all 14 areas of the Comprehensive Tests
of Basic Skills.
Nieman and Gastright (1981) examined the impact of
compensatory early childhood programs upon disadvantaged students.
In an eight year follow-up study, the mean scores of 410 former
preschool and full-day kindergarten students with 141 traditional
half-day students were compared.

At the end of both fourth grade

and eighth grade, full-day students ~cored significantly higher on
both the total reading.and total math subtests of the Metropolitan
Achievement Test.

In addition, the full-day students had a lower

incidence of grade failure and placement in special education.
A confounding factor of this study was that the full-day
students had also attended preschool while the number of half-day
students that attended preschool was not mentioned.

Another

weakness was that matched control groups were not used.
In addition to the push for increased academics, changing
family patterns have also contributed to the growing interest in
full-day programs.

The number of children who have had preschool

or daycare experiences has increased.

The number of working

Educator Attitudes
13
parents has also increased making full-day kindergarten programs a
more attractive option for parents (Rothenberg, 1984).
Finally, educator attitudes are a relevant issue concerning
the half-day, full-day debate.

The Wilmette Illinois School

District #39 (1986) surveyed educators at the end of the school
year concerning the advantages of full-day versus half-day
programs.

Full-day advantages included: teachers and students

were more relaxed, students and teachers felt more a part of the
total school program, and teachers felt more knowledge was
acquired by the students.

For the half-day program, advantages

included: students did not tire as easily, students' attention
span was longer, and the students were able to tell about
activities that occurred during the entire session.
Mouw (1976) reported that full-day kindergarten teachers
were better able to meet the needs and interests of the students
without feeling as physically exhausted as in the half-day
programs.

Teacher opinion surveys found a positive relationship

between teacher's attitudes and full-day students' performance.
Using a Teacher Opinionnaire, Humphrey (1983) assessed
teacher attitudes.

Twenty-five teachers in grades one through

three completed the 16 statement opinionnarie about full-day
kindergarten.
were undecided.

They could indicate that they agreed, disagreed, or
In 12 of the 16 statements, a majority of

teachers indicated that full-day kindergarten was superior to
half-day kindergarten.

The highest agreement statements were that

full-day programs offer more time to develop basic listening and
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language skills, that students were not as bored, and that
students were exposed to a more in-depth program.
The teachers agreed least with statements that full-day
students socialized better with their peer group, that there was
no apparent difference in abilities between the two groups, and
that children in the full-day kindergarten program were more
excited about coming to school.
In summary, none of the studies cited here have been well
controlled and, thus, do not clearly support academic advantages
of full-day schedules.

Subject selection was not controlled in

many of the studies, which may have allowed for different SES
groups being compared.

In the studies cited here, half-day

kindergarten was compared with full-day, alternate day
kindergarten.
in class.

Thus, both groups had spent equal amounts of time

Additionally, differences in academic performance,

readiness skills, or behavior as rePQrted by teachers may have
been biased toward a more favored program.

Finally, no evidence

of rater reliability was offered in any study.
Research on attitudes of educators tends to favor the
full-day program.

Educators reported that they could meet the

needs of the students more easily, that they were more relaxed,
and that they did not feel as exhausted.
The present pilot study sought to obtain educators'
attitudes toward a recently implemented full-day, every day
kindergarten program.

Emphasis was on educators' personal

attitudes, although student academic achievement and readiness
skills were addressed.

Given that full-day programs afford more
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time for completing activities, interacting with the students,
teaching readiness skills, and tend to leave teachers feeling less
exhausted, it is expected that educators will favor the full-day
kindergarten program.
Method
Subjects
Participants were from the six elementary schools that had
implemented the full-day kindergarten program in that school
district.
school.

There were two teachers per grade and one principal per
A total of 30 educators were asked to complete a survey

on educators' attitudes toward full-day kindergarten.

Twelve

kindergarten teachers, 12 first grade teachers, and six principals
from a midwest city of 80,000 were asked to participate.
Of the 30 surveys, 13 were returned.

One survey was

eliminated from the study because that particular school conducted
full-day kindergarten on an every other day basis, not full-day
every day.

The population consisted of one principal, two first

grade teachers, and 9 kindergarten teachers.
Materials and Procedure
No pilot testing of the instrument was conducted and
reliability and validity have not been established.

The survey

was distributed to the educators by mail about half way through
the first semester.

Directions given were written on the front of

the survey and included the purpose of the survey, that all
responses would be kept confidential, and that responding to the
survey was optional.
surveys were not made.

Attempts to encourage subjects to return the
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The survey was constructed by the author to obtain
educators' perspectives on half-day kindergarten programs versus
full-day kindergarten programs.

The survey consisted of seventeen

items with responses ranging from SA - strongly agree to SD strongly disagree.

Responses to the survey items were coded as

follows; strongly agree (SA)= 1, agree (A) =2, undecided (U) = 3,
disagree (D) = 4, strongly disagree (SD)= 5, and not applicable
(NA)=

0.

See Appendix 1.
Results

Responses to each item were totaled and the individual means
for each of the seventeen items were found.

Thus, the closer the

item mean was to one, the more educators strongly agreed with that
statement.

The closer the item mean was to five, the more the

participants strongly disagreed with that statement.

The survey

questions are ordered by mean, from strongly agree to strongly
disagree in Table 1.

Means, standard deviations, and Likert

ratings, in percentages, for each item are given to show the
variance of participants' responses.
Seven questions had a standard deviation of more than one,
and all standard deviations were less than 1.50.
standard deviation was .92.

The mean

Ninety percent of the participants

indicated that they were a more effective teacher in a full-day
situation.

Over 90% of respondents agreed that remedial help is

easier in a full-day every day program and that there is more time
for enriched activities.

Additionally, educators felt that

full-day students were better prepared for first grade than
half-day students.
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However, only 25% thought that full-day students were able
to master more readiness skills than half-day students.

Even

though educators were unsure of whether full-day students mastered
more skills than half-day students, 84% of educators would rather
teach full-day kindergarten.
Discussion
Several caveats of the current study must be addressed.
First, the population of the study was small; 30 surveys were
distributed.
usable.

Thirteen surveys were returned, and only 12 were

Second, with such a small number of surveys returned, the

respondents may be qualitatively different from those who did not
respond.

Finally, the survey has no established psychometric

properties.

It was not tested for reliability and validity and

therefore we cannot be sure of what was measured.
The data seem to suggest that educator attitudes toward
full-day, everyday kindergarten are positive.

The participants

agreed that full-day, everyday kindergarten provided more time for
remedial and enriched activities, more instructional time, and
both teachers and students felt more a part of the total school
program.

These results were consistent with the results found by

the Wilmette Illinois School District #39 (1986).
The participants did not feel that students were too tired
in the afternoon, nor had difficulty with the situations outside
of the classroom (i.e. lunch, recess).

Comments regarding

full-day kindergarten included: educators felt less rushed and had
time to get to know the students and their individual needs.
Specifically, "Any kindergarten setting must have an appropriate
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curriculum for students to benefit and not become frustrated and
discouraged.
enrich."

It is not a time to accelerate, but a time to

This comment is consistent with Elkind's and Piaget's

views of early education.

The kindergarten child, in many

instances, is not intellectually able to learn and understand
higher order thinking skills.

The child must be allowed to

interact with his/her environment and this will facilitate the
passage into higher order thinking skills (Elkind, 1981; Pulaski,
1980).
Another comment was from an educator who had taught both
full-day and half-day kindergarten.

"I have taught both full-day

and half-day kindergarten and there is no question in my mind that
the full-day program provides more opportunity for vertical as
well as horizontal growth.

There is just not enough time in a

half-day program to allow children to use their knowledge and
skills as much as they would like to.

In a half-day program there

is always a feeling of being rushed - having to move on to the
next concept in order to cover the required curriculum.
There is not as much time for children to make choices - an
important skill to develop, nor to study areas of interest in
depth.

There is, however, a major advantage to the half-day

program and that is the 45-60 minutes of preparation time between
the dismissal of the morning group and the arrival of the
afternoon group.

There needs to be the same amount of daily

preparation time in the full-day kindergarten program as well.
The teacher of a full-day program needs this planning time even
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more than the half-day teacher because of the increased amount of
time with the children."
Based on the current findings, full-day programs enjoy
educator support and could be more widely implemented in the
schools.

Modifications to the programs may need to be addressed

but overall educator attitudes were positive.

Additionally, the

opportunity for more individualized instruction in a more relaxed
environment is probably an asset to the student and may facilitate
readiness for future grades.
These findings are consistent with Elkind and Piaget's
theories that children will learn and therefore progress to later
stages of intellectual development when allowed to interact with
and learn within their environment.

The pushing of increased

academics is not recommended by Piaget as the kindergarten child
has not yet developed the mental faculties to profit from
"pedagogical mania" (Pulaski, 1980).

Indeed, most educators in

this study did not think that half-day students mastered more
basic skills than full-day students.

On the other hand, they did

not indicate harm to the students either.

Perhaps one of the more

important variables is that of educators' comfort level.
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Table 1

* Likert scale responses shown in percentages.
SA*

A*

U*

D*

SD*

NA* sd

1. Like the full-day concept.

92

8

0

0

0

0

.28

1.08

8. Remedial help easier in full-day.

58

34

0

0

0

8

.62

1.25

2. Rather teach in a full-day classroom.

67

17

8

0

0

8

.98

1.33

4. More instructional time in full-day.

50

34

8

0

0

17

1.07

1.33

5. More effective teacher in a full-day.

67

25

8

0

0

0

.67

1.42

12. Full-day teachers feel more a part of
the total school system

50

34

8

0

0

8

.79

1.42

9. More enriched activities in full-day.

54

46

0

0

0

0

.52

1.45

13. Full-day student better prepared for
first grade.

34

58

8

0

0

0

.62

1.75

14. Full-day kindergarten students feel
more a part of the total school program

34

58

8

0

0

0

.62

1.75

15. Associate is essential for full-day.

50

33

17

0

0

0

1.11

1.83

10. Associate is essential for half-day.

42

25

16

17

0

0

.90

2.08

11. Full-day more beneficial for students.

25

50

17

8

0

0

1.16 2.08

6. Half-day students master same readiness
skills as full-day students.

8

34

25

25

0

8

1.24

2.50

7. If class si7.e is 25 or below, rather
teach half-day.

0

8

8

42

34

8

1.48

3.75

16. Full-day kindergarten too tired.

0

0

0

42

50

8

1.40 4.16

1 7. Full-day kindergarten students have
.0
difficulty with situations outside classroom.

0

0

33

59

8

.78

3. Rather teach half-day if class size within
district guidelines.

0

17

33

50

0

1.42 4.33

0

X

4.25

